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CHAPTER I
INTRODUCTION

Purpose for the Study
Imagine that every day teachers, parents, and friends tell you to “try
harder” and ask if you “get it?” You overhear teachers say that you do not
“apply yourself”, and if you would only do your homework, you would learn
everything much faster. Your parents bribe you with incentives, favorite
activities, and even money if you would only bring home better grades. Your
friends wonder if you are “dumb” and why you are not in any of their classes
except for physical education and music. You have (or may have already for
years) begun to think that there is something wrong with you and that maybe
you should just give up...if you have not “gotten it” yet, will you ever? “Why
can’t I be in the regular classes,” you ask, “that have 25 students in them
instead of my classes that have only the same six or seven kids?”
Then one day your teacher tells you that you are going into a regular
classroom for one period a day; she says it is called “inclusion”. You are going
to be included! You are so excited; you are going to be with the regular kids,
with your friends from your neighborhood, learning all the same things they
learn (not the same things over, and over, and over) and you will not be stuck
with the same kids all day long.
Now imagine you are a learning disabled or developmental^
handicapped student sitting in a regular education classroom. It seems as if the
teacher is speaking a million miles a minute; everyone around you is flipping
pages madly and writing furiously. The teacher calls on you to answer a
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question, and after only a split-second, asks you yet another question.
You can hardly catch your breath; you made it to the correct class, but
nothing else has gone right. You can not follow the lecture. You do not know
what everyone seems to be writing about. You barely understand what
information the teacher is asking for when she asks the first question before she
asks the next. On top of all that, you do not have your assignment written down;
you forgot your book in your locker; your folder is a complete wreck; you have
no pen or pencil; and your homework (what part you did complete) seems to
have been misplaced somewhere between your front door and second period.
This is perhaps the third or fourth month of your inclusion!
Unfortunately, these problems are all too common and occur on a regular
basis with learning disabled and developmentally handicapped students. The
law requires that special education students be placed in the least restrictive
environment (LRE) with support services, yet when resource room students are
placed in the regular classroom they often experience failure. This failure by
resource room students has been thought to be caused by a lack of of study
skills instruction, as well as reading and writing difficulties experienced by the
students.
Numerous studies have identified several specific problems with current
study skills instruction practices along with the problems students are having in
the classroom, either regular or resource. Harries (1986, p. 447) explains that,
“despite differing identification criteria for resource room students, one factor
remains common to all: lack of success in the regular classroom”. Schumaker,
Deshler, Alley, and Warner (1983) agree, saying,
deficits in basic skills such as reading and writing may further inhibit LD
students from being able to apply the same note-taking and studying
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skills as their nondisabled peers. It is not surprising, then, that teachers
have identified failure to learn and remember content area information
as one of the most important threats to mainstreaming in the secondary
and middle schools, (p. 45)
Included in the study skills instruction need to be strategies which will improve
reading comprehension and note taking abilities. In order for students to
successfully transfer from the resource setting to the regular classroom, it seems
that serious attention needs to be paid to the instruction, generalization, and
use of study skills.
Research has shown that textbooks used in the content areas are often
difficult to read (Torgesen, 1985). In addition to this reading problem, teacherdirected (lecturing) instruction is the preferred method of teaching which leads
to problems due to writing deficits.

Konopak, Williams, and Jampole (1991, p.

309) found that “in the content areas, students are expected to learn factual and
conceptual information about content subjects, as well as the process for
continued study.” Rentz (1985, p. 1) continues this thought, saying,
“unfortunately, the average student would have a chance of picking up the
necessary skills through incidental methods; the special education student is
normally behind in development and would need specific instruction in study
skills.” Mastropieri and Scruggs (1989, p. 124) continue, explaining that “if
learning disabled students are to successfully acquire content information, it is
important that they use effective learning strategies to compensate for deficits in
memory, reading, and study skills”. Instruction in study skills should emphasize
improvement in these areas.
It is the responsibility of the teacher to insure this instruction takes place
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prior to sending the resource room student into the regular classroom. Hoover
(1989a) stresses this point, stating
as educators it is important for us to ensure that students who have
learning and behavior problems possess sufficient tools or skills
necessary to acquire as well as demonstrate information. One issue to
consider is the extent to which students possess sufficient study skills
abilities. These abilities, coupled with an effective and ongoing study
skills program in the classroom, will allow students the best
opportunity to succeed in potentially difficult learning situations, (p. 471)
Johnson, Schneider, and German (1983, p. 263) also wrote that there exists a
“need to stress to teachers the importance of study skills and to address the use
of methods and materials that can initiate independent learning”.
In developing study skills abilities, research has shown that, literally, the
earlier the better. After completing several studies, Hoover (1989a)
found that the foundation for developing and maintaining study skills
usage must begin before students enter junior and senior high school.
Effective use of study skills in later grades is linked directly to the
progress students make in the development of study skills during
elementary school. As a result, program implementation should begin in
the early elementary cjrades and continue throughout students’
schooling, (p. 472)
Studies by other researchers have resulted in the same conclusion. The author
was in total agreement with these results from the review of research literature
and consequently began study skills instruction as the treatment for this
experiment.
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Problem Statement
The purpose of this study is to analyze the effects of study skills
instruction on reading comprehension levels and study skills use with middle
school resource room students.
Hypothesis
There will be no significant difference in mean pretest and posttest
comprehension scores. There will be no significant difference between high IQ
group and low IQ group mean pretest and posttest comprehension scores.

Assumptions
Several assumptions need to be made in order for the writer to carry out
this study. It must first be assumed that the tests measure what they are
designed to measure; the comprehension tests will measure comprehension
ability levels of each student prior to, and after completion of, the treatment.
Secondly, the writer must assume that the students will perform to the best of
their ability on the comprehension test and will answer the questionnaire
honestly.

Limitations
There may be several limitations to this study. One major limitation of this
study may be the sample size of the students taught the study skills. Another
limitation may be that all of the students are in the sixth grade. A third limitation
may be that the posttest was given during the last week of school, with more
distractions than is usual throughout the year.
In addition to being limited by the fact that there is no control group, the
design of this experiment, T1 X T2, lends itself to further limitations, some of
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which are: a) the effect of history, b) the natural process of maturation, c) the
completion of the pretests, and d) statistical regression. All of these limitations
may influence the results of this project.
Two sources of external validity will not be controlled; the confounding
effects of pretesting and the interaction effects of selection and treatment.

Definition of Terms
Learning Disabled (LD) is a disorder in one or more of the basic
psychological processes involved in understanding or in using language,
spoken or written, which may manifest itself in an imperfect ability to listen, think,
speak, read, write, spell, or to do mathematical calculations.
Developmentallv Handicapped (DH) is a significantly subaverage
general intellectual functioning existing concurrently with deficits in adaptive
behavior manifested during the developmental period, which adversely affects
a child’s educational performance.
Inclusion is when learning disabled and/or developmental^
handicapped students are taught in the regular education classroom with
nonhandicapped students.
Least Restrictive Environment (LRE) refers to the teaching of
handicapped students in the most regular way possible.
Middle School is the school that accommodates fifth through eighth
grade students.
Resource Rooms are classrooms in which learning disabled and
developmentally handicapped students are taught or given support when they
are not in inclusive settings.
Special education means specially designed instruction, at no cost to the
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parent, to meet the unique needs ot a handicapped child, including classroom
instruction and support in the regular classroom.
Study Skills are transferable processes for learning, remembering, and
recalling information.

CHAPTER II
REVIEW OF THE RELATED LITERATURE

The author, having reviewed the literature, presents findings on the
following topics: reasons for teaching study skills, the link between study skills
and reading comprehension, the use of study skills, and guidelines for teaching
study skills.

Reasons for Teaching Study Skills
As the scenario in Chapter One illustrates, one of the most important
reasons to teach study skills to resource room students is to help them succeed
in the least restrictive environment--the regular classroom.

Inclusion of

students formerly in resource rooms is quickly becoming the most widely used
form of instruction for learning disabled and developmentally handicapped
students. Rentz (1985) stated that;
to comply with the law, students are to be placed in the least restrictive
environment, which would include regular classroom instruction. To meet
the demands of the curriculum, the students needed a well-developed
repertoire of study skills...before a special student can be expected to
achieve in a regular classroom setting, he/she must be taught the skills to
cope with and manage the material presented them in the content area.
(P-1)

Unfortunately, as inclusion is more widely used it is becoming more apparent
that resource room students do not possess the necessary skills to be
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successful in the regular classroom.
Therefore, another reason to teach study skills to resource room students is
to insure that they have these necessary skills. As Ellis and Lens (1987, p. 94)
found, “in almost every educational setting there are some students who are
learning disabled (LD). The causes of learning disabilities are quite varied, but
in many instances LD students perform poorly because they have not learned
how to learn.”

Matey (1983, p. 4) agrees, finding that “a number of LD

students could have handled the challenge of the curriculum of regular classes.
Yet, they did not know how to take notes, outline, identify important facts and
ideas, or how to study for a test. These were some of the strategies that they
needed to develop so they could meet the requirements of their classes.” The
main reason for resource rooms is to provide success for these special students
and placing them in a position of almost certain failure in an inclusion setting in
a regular education classroom defeats the purpose of special education
agendas.
A third reason to teach study skills is the fact that study skills are
essential elements in the overall educational program of any student. Effective
study skills usage allows student to efficiently and meaningfully acquire, record,
organize, synthesize, remember, and use information (Devine, 1987; Hoover,
1988). Without the effective use of study skills information is most often
disorganized, poorly noted, and hardly remembered.
A fourth reason for teaching study skills is that it will accommodate and
change learning behaviors. Ellis & Lenz (1987, p. 98) state that “the major
advantage is that the student actively manipulates, integrates, or interacts with
the information. Passive learning styles are replaced with aggressive learning
by teaching the student to engage actively in the learning process.” Rooney
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(1989) continues this thought, explaining that when students with learning
disabilities are offered a core of tools to learn, adapt, and create strategies they
actively become involved in their remediation by tailoring learning strategies to
their own individual needs. This in turn will empower them. Students with mild
handicaps need to be encouraged to shift to a more active role in learning.
They need to understand how their processing is different, to recognize the
value of their personal strengths, styles and experiences in the learning
process, and to learn a core of tools that can be utilized in a broad range of
strategies.
In one of his books, John Hoover (1988, p. 11) has put together a chart of
specific study skills and the significance for learning each. The chart is as
follows:
Study Skill

S ign ificance for learning

Reading Rate

Reading rates vary with type and length
of reading assignment

Listening

Listening skills are necessary to
complete most educational tasks or
requirements

Notetaking/outlining

Effective notetaking/outlining skills
allow students to document key points
of topics for future study

Report writing

Report writing is a widely used method
for documenting information and
expressing ideas

Oral presentations

Oral presentations provide students an
alternative method to express
themselves and report information

Graphic aids

Graphic aids may visually depict
complex or cumbersome material in a
meaningful context
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Testtaking

Effective testtaking abilities help to
ensure more accurate assessment of
student abilities

Library usage

Library usage skills facilitate easy
access to much information

Reference material/
Dictionary usage

Independent learning may be greatly
improved through effective use of
reference materials and dictionaries

Time management

Time management assists in reducing
the number of unfinished assignments
and facilitates more effective use of time

Self-management
of behavior

Self-management assists students to
assume responsibility for own
behaviors

Devine (1981) sums up the varied reasons for teaching study skills.
He states that:
Teachers have little control over IQ, family influence, academic
background, but they can in the daily operations of the classroom, teach
specific study skills in an organized, systematic way and give students
practice using the skills in school subjects. In the process of teaching
students to learn, teachers may also affect changes in the crucial matter
of motivation and self-esteem. Students who regularly experience
success in learning develop more positive images of themselves and
begin to care about and strongly desire further success. Teaching study
skills to all may be the single most valuable contribution of teachers and
schools, (p. 3)
As the author found, there are very significant reasons to teach study
skills; especially to resource room students. The teaching of study skills will
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enable students to successfully make the transition from self-contained
resource room settings to inclusion in the regular education classrooms. The
teaching of study skills is important in this transition because most resource
room students do not possess the skills necessary, have not learned how to
learn, and/or do not use the skills effectively to acquire, remember, and use the
information presented. In addition to study skills being integral to student
success in the areas of organization, note-taking, and information recall, further
research by the author found a link between study skills and reading
comprehension.

Links Between Study Skills and Reading Comprehension
Recent research in the link between study skills and reading
comprehension has indicated the importance of study skills instruction for the
successful learning of text. Alexander (1985), Gajria & Salvia (1992), and
Torgesen, Dahlem, & Greenstein (1987) reported that many LD students do not
have the reading skills required to efficiently acquire information from their
textbooks. However, one of the most common indicators of LD/DH and the
largest reason for referral and placement in a resource room setting is a
student’s critically low reading ability.
Reading consists of a combination of several intertwined and complex
processes. Ellis and Lenz (1987) explain the process of reading very vividly:
Picture a student reading a textbook. The student must attend not only to
the difficulty of the reading material, but also to any cues or hints the text
provides to facilitate comprehension. For example, as the student is
reading, she must also attend to whether comprehension is occurring
(i.e., stop and ask herself, “Did I understand that?”) and, if not, use some
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cognitive strategies to facilitate comprehension (use of an imagining
strategy). Finally, the student must attend to whether the strategies
employed are effective (i.e., ask, "Is imagining helping me to understand
this?”). Since many LD students lack these processes and skills,
learning strategies are often taught to prepare the student to function
efficiently in similar and other situations. Some students do not appear to
lack these skills; rather, they do not recognize how or when to use them.
For these students, the strategies are taught so that the students can cue
themselves to apply the processes when tackling a task or problem.
(p. 96)
The fact that poorer and younger readers are showing an inferior grasp
of many factors including understanding the purpose of reading, the need to
use strategies in reading (e.g., scanning), the function of varying reading speed
to accommodate the nature of the reading materials, sensitivity to important text
units, sensitivity to factors that govern the ease of learning a passage (e g.,
organization of the passage), and the importance of apportioning appropriate
study time to more difficult materials is another link between study skills and
reading comprehension (Wong & Wong, 1986; Gajria & Silvia, 1992).
A third link between study skills and reading comprehension, as stateed
by Chan and Cole (1986, p. 33), is “the lack of use, and need for, some
metacognitive activities to facilitate the reading acquisition process including
strategies like text scanning for essential ideas, self-questioning, and
underlining of essential points”. Continuing this thought, Nelson, Smith, &
Dodd (1992, p. 229) explain that another link between study skills and reading
comprehension is that “these strategies would appear to be especially useful in
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the area of reading because many students identified as learning disabled have
been found to be less able to identify main ideas, have more difficulty in
summarizing text, and have more difficulty monitoring their learning than
normally achieving students.” The author has found that resource room
students require extended time and extensive help to read and understand
grade level reading material without the use of study strategies.
Compounding the problem is the fact that content area texts commonly
used in todays classrooms often contain many potential obstacles to
comprehension, including high concentrations of new concepts, heavy
information loads, and unfamiliar vocabulary (Armbruster, 1988). Yet, the
majority of information to be learned from content-area classes is presented
through textbooks from which students are expected to extract the essential
information (Saski, Swicegood, & Carter, 1983; Horton & Lovitt, 1989). Due to
the above mentioned factors, LD students have an exceptionally difficult time
understanding and remembering the assigned reading material.
Obviously, several topics in a general study skills curriculum address the
help necessary to improve reading comprehension and metacognition of
resource room students. These students seem to be unaware of many aspects
of general reading that average students learn unconsciously, which may help
account for their low reading abilities and, eventually, failure in the regular
classroom setting. The resource room students need to be trained to use the
strategies that will help unlock the meaning of passages in textbooks, as well as
transfer information from textbook to paper to brain and back to paper for
evaluation purposes.
In addition to teaching the study skills/reading strategies, educators
should encourage the purchase of textbooks with lower than grade-level
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readability. Textbooks for sixth grade students should not have an eighth grade
reading level: the reading levels should be at grade level or below that of the
textbook’s intended audience. Textbooks with low readability levels will benefit
all students in the understanding of material because they will not have to
concentrate so much on the reading and will be able to devote more of their
abilities to the concepts. Everything should be done to insure the success and
confidence of the resource room student in the transition from self-contained to
inclusive environments.

Use of Study Skills
Despite the huge need for the use of study skills by LD/DH students and
teachers, findings have not been impressive. Where the students are
concerned, Chan & Cole (1986) state;
it seems more likely that the regular class subjects made use of some
type of cognitive strategy in reading comprehension, even in the absence
of specific training. On the other hand, LD students obviously had a
production deficit in the use of such cognitive strategies and needed
explicit training, (p. 39)

Graham & Freeman (1981) agree, finding documentation that LD students who
are instructed to study independently frequently use ineffective study skills.
Because LD students do not learn these skills on their own, they need to be
taught how, when, and why to use learning strategies.
Research has indicated that traditional techniques used for studying
generally do not yield positive results. Learning strategies allow the student to
compensate for cognitive deficits. Anderson, T.H., & Armbruster, B.B. (1980)
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found that recent research has shown that many LD students either lack or do
not use basic cognitive strategies for problem solving and learning.
Torgesen (1977) further explains that the view that many learning disabled
children show deficiencies in spontaneous use of study skills has been widely
accepted. Apparently, even when instructed how to use study skills, LD
students need to be reminded to use the skills.
As for the use of study skills on the part of teachers, findings are even
more dismal. One would assume that, because the use of study skills by
resource room students is so extremely important, teachers must spend a lot of
time and effort teaching these skills. Unfortunately, this is too often not the case.
Johnson, Schneider, & German (1983) write that although considered a vital
element in learning as well as in independence, regular use of study skills by
LD teachers has not been found.
In a study done by Durkin (1979) it was discovered that, on the average,
the percentage of time spent on study skills use by teachers in fifth grade
classrooms ranges from zero to 1.3 percent of total instructional time. Sadly,
Durkin (1979) also reported that instead of instructing students in the use of
independent study skills, instructional time was typically spent in independent
reading, teacher questions about what was read, and student completion of
independent assignments. All of these activities are usually very difficult and
frustrating, as well as unsuccessful and unmotivating for resource students.
More recently, however, encouraging statistics on teacher use of study skills are
being found.
Perhaps to the positive results of recent studies, use of study skills by
teachers seems to be on the rise. Ellis, E.S. & Lenz, B.K. (1987, p. 94) stated
that “numerous studies have demonstrated the instruction in learning strategies
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usually results in dramatic effects on the LD students academic performance.
Fortunately, because of the demonstrated success of learning strategy
instruction, LD teachers are increasingly adopting the approach in their
classrooms.”

Hopefully, the increase in teaching these necessary skills will

continue and improve the situation and success rate of resource room students
included in regular education classrooms.

Guidelines for Teaching Study Skills
Obviously, a need for study skills instruction exists, especially for
students with low reading comprehension-typically, resource students. This
teaching of study skills must be purposeful and planned.

Despite the obvious

importance of teaching study skills, there are few programs of study which are
available to teachers and even fewer which are specifically designed for low
level readers. As Cawley (1972, p. 30) explains, “there is no best method, no
experimentally determined method, that is significantly more beneficial than
other approaches. A wide variety of methods and materials must be used to
meet the students’ needs.” As Schilling (1984) emphasized, teaching study
skills requires persistent commitment by teachers. As positive research results
continue to be examined, perhaps more and more study and learning strategy
programs will be developed and included in school curriculums.
In the meantime, there are several guidelines given by various experts
and experimenters in the fields of study skills, reading, and LD/DH studies. The
first of these important guidelines concerns timeliness. Studies have shown
that teaching study skills should begin in the intermediate grades to insure
future academic success (Schilling, 1984; Adams, 1982; Durkin, 1979).
Jarolimek & Foster (1985) however, state that a program that promotes study
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skills generally introduces simple variations of study skills in the primary grades
and gradually increases to more complex variations as a student progresses
through school. It would seem, then, that in order to be the most useful
throughout the educational careers of resource students, the skills should be
taught along the way at as early an age as possible so as to be incorporated
into daily learning activities.
Due to a lack of time available during the school day, an important set of
guidelines for teaching study skills includes the idea that training programs
already existing in the school must be utilized.

Market (1981) explains:

Since independent study is a major academic activity and since LD
students rarely spontaneously or independently develop this skill,
training programs already existing in the school such as reading labs,
must be utilized for them. If this is not possible, the learning disabilities
teacher must develop a program. Such a program should provide direct,
intensive and systematic instruction in efficient study and test-taking
skills. Each skill, scheduling, organizing, listening and notetaking skill
should be task analyzed, taught and practiced separately. Increasing the
study and test-taking skills of adolescents with learning disabilities is
critical if such students are to obtain any measure of academic success
in mainstreamed settings, (p. 338)
Teachers must introduce study skills in the appropriate context within existing
curriculum content and requirements. In doing so, the teachers will increase
motivation, comprehension, usage, and success.
Another set of guidelines for teaching study skills states that students must
be motivated to learn these important skills by helping them understand why it is
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important to use the study skills and how use of these skills will help them to
succeed in school. Wong (1985) found that it appears that motivating the
student to make a commitment to learn the strategy is an important factor.
In most cases, attaining and maintaining that commitment is directly related to
whether the student believes that learning a strategy is worth the effort needed
to accomplish this task. If the skill is not immediately needed, the skill is difficult
to maintain.
Despite the necessity of the student’s understanding of applicability of
specific strategies, studies unfortunately suggest that many LD and other lowachieving students do not generalize or maintain skills trained unless specific
steps are taken to assure generalization (Ellis, 1985a; Schmidt, 1983). Ellis,
with B.K. Lenz (1987, p. 104) and after further research, also explains that “it
appears that a key component to these generalization steps is practice of the
skill in the regular classroom and getting specific feedback on performance.
In many cases, teaching a strategy in the absence of existing need may be a
waste of time because the student soon loses motivation to attain the skill or
forgets the skill once it has been learned.”
Further support for this idea was found by many other authors. Hoover &
Collier (1992) agree and explain:
The success of learning in school is a result, in part, of the ability of
students to understand why use of study strategies is necessary.
Important contributions that teachers make as they assist students with
study strategy development are helping them understand why it is
important to use these learning strategies and study skills and how use
of these skills will help them to succeed in school, (p. 230)
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If students are made aware of the situations in which the use of study skills will
enhance and improve their learning they will be more likely to apply their newly
learned behaviors.
The teaching of study skills should enable students to become less
dependent on constant teacher attention. Clary (1986) continues this thought,
saying that techniques also need to help learners develop independence in
their reading and study habits and should be directed toward specific skills that
the learner must use daily. Fulk & Stormont-Spurgin (1995, p. 17) conclude in
stating that “consequently, teachers must provide instruction in effective study
techniques and motivate students to employ these methods.” Emphasis on
practical daily use is, without a doubt, the most important aspect of teaching
study skills.
In order to focus the students’ attention on these skills and techniques,
Brown, Campione, and Day (1981) argue that study skill instruction must (a) be
based on a systematic strategy, (b) inform the learner of the purpose of the
strategies, and (c) explicitly teach the child how to monitor and evaluate his or
her use of these strategies. In other words, to reach their full potential, the
students must be metacognitively aware of their use of study skills in their day to
day reading and writing.
In addition to teaching the applicability of a learning strategy, the
presentation of the learning strategy should address limitations for use of the
strategy across settings and time. The educator who is teaching the learning
strategy should identify the conditions under which the strategy should be used
and the conditions under which the strategy should not be attempted because
sooner or later, the student will encounter situations in which the strategy will
not work (Ellis, E.S. & Lenz, B.K., 1987). Students need to be made aware that
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strategies will not always be useful and that each has inherent strengths and
weaknesses in various situations. Students need to be taught how to evaluate
their current strategy needs for an assignment and decide upon the correct,
most useful strategy.
There are several specific guidelines for the teaching of individual skills
given by various authors. Lock (1981) gives a general guideline that each of
these important study skills requires specific and directed instruction because
students do not naturally acquire abilities in these areas. A ten step set of
guidelines for teaching study skills is outlined by J. Hoover. Hoover (1989a)
states that in order to effectively implement a general study skills program at any
grade level, whether in a general or special education classroom, several
guidelines must be considered. “Although the guidelines are applicable to any
student, they are presented relative to the education of students with learning
disabilities. The guidelines include:
1. Introduce simple variations of the different study skills in the early
grades;
2. Gradually increase to the more complex elements associated with
each study skill as students progress through the grades;
3. Identify specific goals and objectives for a study skills program, prior to
program implementation;
4. Let students’ individual strengths and weaknesses guide decision
making concerning what study skills to emphasize at any particular time;
5. Know what motivates students to use different study skills and
emphasize these motivations in program implementation;
6. Explain and demonstrate the proper use of each study skill;
7. Expect students to use different study skills appropriately through
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guided practice and planned learning experiences;
8. Provide continued opportunity for practicing study skill usage to assist
students in acquiring and maintaining mastery of the skills;
9. Facilitate the use of study skills in natural classroom settings and on a
regular basis as the need arises in different subject areas and learning
activities; and
10. Assist students in generalizing acquired study skills through an
emphasis upon more complex uses of the skills once initial mastery of
the basic study skill has been achieved, (p. 455)
These guidelines may serve as a basis for structuring the selection and use of
various study strategies within a classroom situation.
In addition to the set of guidelines, the author found two sets of steps for
the teaching of study strategies. In general, the learning strategy should be
presented through the use of principals of effective behavior and cognitive
modification. Specific instructional steps have been found to be particularly
beneficial in presenting learning strategies to the student in such a way as to
promote optimal learning.

B.M Fulk and M. Stormont-Spurgin (1995) present

the first set of steps for teaching students the use of learning strategies.
The steps are:
1. The purpose of the strategy needs to be explained (e.g., to improve
your learning and memory of spelling words);
2. The strategy should be modeled, including thinking aloud to explain
each strategy step;
3. The importance of effort combined with strategy use should be
stressed;
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4. Students should be required to practice naming the strategy steps
until automaticity is reached;
5. The teacher should observe students as they employ the strategy,
providing relevant feedback as needed;
6. The teacher should instruct students to monitor their strategy use,
using check marks and a list of the steps, if needed;
7. The teacher should emphasize the usefulness of the strategy not only
in the classroom but also in other appropriate study settings (e.g., at
home, in study hall) to facilitate generalization, (p. 18)
The second set of steps is presented by E.S. Ellis and B.K. Lenz
(1987). The methodology used to teach a learning strategy usually
involves eight steps:
1. The student is tested to determine if a strategy is needed, and if so,
then a commitment to learn the strategy is obtained prior to instruction.
2. The strategy is described, along with the conditions for its use. The
student sets goals for learning the technique.
3. The teacher models the strategy while thinking aloud. The student is
then encouraged to model components of the strategy and to think aloud
as well.
4. The student memorizes the steps of the learning strategy using verbal
rehearsal.
5. The student begins practicing to mastery on materials that have been
carefully selected to control for difficulty.
6. After the strategy has been mastered in controlled materials, the level
of practice shifts toward application on real-life materials from regular
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content classes.
7. The student takes a posttest to document mastery of the learning
strategy and reevaluates the need for the strategy.
8. Generalization is specifically programmed via a series of assignments
that require the student to apply the new skill in a variety of situation and
settings, and evaluate and modify the technique.
9. Finally, maintenance activities are included as an integral
part of the instructional process, (p. 104)
Clearly, the above sets of steps and guidelines have several points in common
and these points should obviously be paid serious attention. In addition to the
points in common, each set has several distinct and individual steps and
guidelines which should also be taken into consideration. After viewing the
three sets, one should have a definite understanding of the guidelines and
steps for teaching study skills.
In conclusion, the author has found an overwhelming amount of
documentation and research which supports the teaching of study skills and
learning strategies to all students, but especially those who have trouble
reading or take special classes in resource rooms and eventually move into the
regular classroom to be included in the general student population. The use of
study skills by resource room students will help them to be successful, more
independent learners with better reading abilities and improved self-concept.
Fortunately, research has found that the use of study skills is on the rise and
more programs of study are becoming available to teachers as the research
results are being returned, detailing the benefits of teaching study skills.

CHAPTER III
PROCEDURE

Subjects
The subjects of the study are seven sixth grade students who attend two
to five of their classes in a resource room or inclusion setting. There are two
girls and five boys, all of whom are either learning disabled or developmentally
handicapped. The IQ’s of the students range from 62 to 116 as tested by the
school psychologist during each students reevaluation using the Wechsler
Intelligence Scale for Children III. All IQ testing was done in the last three years.
All of the subjects have been in a resource setting for three or more years and
will continue receiving special education services next year.

Setting
School. The study took place in a middle school in Midwest Ohio.
The middle school is one of two middle schools in the district that accommodate
students fifth through eighth grade. It is one of six schools in the district.
Community. The population of the community is 24,500 and is generally
described as being lower-middle class to upper-middle class.

Data Collection
Construction of the Data Collection Instrument. The Brigance Diagnostic
Inventory of Basic Skills is a test used often by school psychologists to
determine ability levels of students. The test was obtained from the school
psychologist, along with scoring sheets and procedures.
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Administration of the Data Collecting Instrument. To determine the
current reading comprehension level of each student, the reading
comprehension section of the Brigance Diagnostic Inventory of Basic Skills was
administered at the beginning of the fourth quarter of the 1997-1998 school
year. The Brigance was again administered, at the end of the experiment, to
determine the reading level of each student after treatment.

Design
A quasi-experimental design will be used, following the T1 X T2 format
(lssac,1995). The test was administered, then treatment was given, and
students were retested and reevaluated. The pre- and posttest scores were
used to find the mean and standard deviations. The scores, means, standard
deviations, and variances have been put in table form, compared, analyzed,
and discussed in Chapter Four. Conclusions and recommendations are given
in Chapter Five.

Treatment
The independent variable will be the teaching and practicing of the use
of various study skills. The author taught about study skills and strategies, their
uses, and benefits the fourth quarter of the 1997-1998 school year.
The instruction was given following several of the guidelines discussed
in Chapter Two. The order of skill taught was from most simple to most
complex, as follows;

reading comprehension strategies, underlining and

highlighting, skimming and scanning, and outlining and mapping. The
instruction and demonstration, along with the various activities and practice
opportunities that followed, are outlined below.
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Some of the reading comprehension strategies included things such as;
a) guessing before reading using pictures and tables and previewing using the
title, subheads, introduction, conclusion, and questions before beginning to
read, b) reading questions first and answering as you read, and c) making up
your own questions before you read and answering your questions as you read
to make sure you understand each idea.
Underlining and highlighting were introduced with handouts and
highlighters provided. First, the author and students read together the first two
pages of guidelines and examples. Some of the guidelines included:
1. Underlining/highlighting should identify the words or phrases that are
the main ideas.
2. Underline mostly nouns and verbs, do not highlight any small, extra
words such as; a, an, the, to, in, etc.
3. Underline any information that answers given questions.
4. Underline any proper names (people, places, things, ideas).
5. Underline any numbers or dates.
The students were given several passages to highlight or underline. The first
couple passages were done together using an overhead projector, with
students volunteering their thoughts on what should be underlined or
highlighted sentence by sentence. The students were then asked to complete
the remaining passages on their own, then orally share what they each thought
what was important. The students were then given, over the next few days,
several newspaper articles and various reading assignments with which to
practice. The work of the students was reviewed and discussed often, and work
in the packet continued until completed.
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Skimming and scanning were introduced next and taught using several
handouts from various sources. Several guidelines were given, including:
1. Read the first and last paragraph thoroughly, and ask questions.
2. Read the first sentence of each paragraph, then turn it into a question.
3. Notice proper names (which begin with capital letters) that tell you the
name of a person, place, or thing.
4. Pay attention to words in italics, quotation marks, or bold print.
5. Notice dates and numbers.
6. If you see a question mark, read on to find the important information in
the next sentence.
7. Stop and read long and unfamiliar words and phrases and look up the
definitions in the dictionary.
8. Write a brief summary.
9. Decide which information you understand well, and which information
you need to go back to reread and review.
The author and students completed several practice assignments together, first
the author completed examples on an overhead projector and discussed with
the students each step of the process. Then the students were asked to
complete a few passages on their own, discussing each passage as it was
completed, with the students offering input on what and why they thought was
the correct procedure and information. Again, newspaper articles, television
guides, classified ads, and various other “every day” reading assignments were
used for practice and review. The students were asked to use various
strategies to read and locate information quickly. At times the students were
given time limits in which to find information to practice speed. The students
were reminded daily of the reasons for, and uses of, skimming and scanning.
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Outlining and mapping were taught using a packet, several handouts,
and various resources, including newspapers, magazines, and textbooks.
Again, the author tried to use as many “real life” resources as possible to
encourage everyday use of the skills by the students. The author began with
discussing the guidelines and methods of outlining and mapping, providing
examples, explanations, and guided practice. The students were taught to use
a simple outline form, including a title, main topic headings, supporting
information subtopics, and additional details. The students were encouraged to
use phrases, rather than complete sentences, to emphasize the content and
form and ease their writing frustrations. The author and students completed the
packet together and students were then asked to work independently.
After learning how to outline using a given format (photocopied and
handed out), the students then practiced making their own outlines using
assigned reading material from science and social studies texts, as well as
newspaper and magazine articles. Next, the students were taught how to use
mapping as a more free, visual way of taking notes from written material. They
were given examples and guidelines, cooperative practice, and individual
practice. The students received assistance when needed and feedback on
each completed assignment.
The last skill taught to the students was notetaking during a lecture or
discussion. The guidelines for notetaking included:
1. Get yourself ready before the teacher starts class. Have your paper,
pen, and eraser ready. Put everything you don’t need out of the way.
2. Keep your mind on what the teacher is saying. Try not to look at or
think of anything else.
3. Write down the topic of the material as soon as the teacher says it.
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4. Listen for important ideas and write them in your own words.
5. Ask yourself if the information is new or review. If it is review, try to
answer the questions or add your thoughts to the discussion.
6. Don’t write every word the teacher says, only a few important words or
phrases to help you remember the information.
7. Do not write unimportant words such as; the, a, is in, to, etc.
8. Use abbreviations or codes to help you go faster. Use abbreviations
you learn or make up your own.
9. Use your outlining skills to take your notes.
10. Rewrite you notes the same day you take them. Rewriting helps you
organize better and remember more information.
11. Listen for key words from the speaker.
12. Listen to the speaker’s voice. Louder words are often important to
write down and remember.
As with the other strategies taught, the handout was given first, including the
guidelines and examples, along with practice for the students to complete with
the author. The students were then instructed to take notes from oral
presentations given by the author. The presentations began as short passages
and increased in length as the students became more successful. The
presentations included science and social studies material, as well as
newspaper articles and stories.
All of the strategies taught were reinforced as often as possible during
the course of the experiment, in as many situations as were applicable. In
addition, the author used “real life” reading material including textbooks,
newspapers, television guides, and magazines. The author encouraged
generalization and strategy choice according to each students preferences.

CHAPTER IV
RESULTS

Presentation of the Results
The author made tables of the individual student and group pretest and
posttest scores on the Brigance Inventory of Essential Skills after the treatment
was given and reevaluation was completed. The author discusses three
combinations of score comparisons; the comparison of individual and group
pretest and posttest raw scores on the Brigance Inventory of Essential Skills, the
comparison between individual student IQ and change of raw scores on the
Brigance Inventory of Essential Skills, and the comparison between LD and DH
mean raw score change on the Brigance Inventory of Essential Skills. To
present the above, the author tabulated mean scores, standard deviations, and
variances for the individual tables. The author then accepted or rejected the
null hypotheses according to the statistical significance of the data. The author
concludes with a comparison between what was found in the research and the
author’s personal experience. This includes any unusual findings.
The author begins with the presentation of tables and results for the first
null hypothesis: There will be no significant difference in mean pretest and
posttest comprehension scores. The first table presents the pretest and
posttest raw scores of the individual students and the amount of points changes
in their pretest and posttest raw scores Brigance Inventory of Essential Skills
and the second table presents the group mean pretest and posttest raw scores
on the Brigance Inventory of Essential Skills.
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Table 1
Briqance Inventory of Essential Skills Individual Changes in Raw Scores

Student

Pretest

Posttest

Change

A

27
30
63
31
65
21
38

34
70
60
30
63
15

7
40
-3
-2
-6

49

11

Mean

39.29

45.86

6.57

Std Dev

17.63

20.12

15.90

B

C
D
E
F
G

-1

Three students raised their raw scores from the pretest to the posttest on
the Brigance Inventory of Essential Skills in the area of reading comprehension.
Four students’ scores were lower on the posttest.

On the Brigance Inventory of Essential Skills, the raw score of Student A
was improved from a pretest raw score of 27 to a posttest raw score of 34. The
pretest score was improved by seven points.
On the Brigance Inventory of Essential Skills, the raw score of Student B
was improved from a pretest raw score of 30 to a posttest raw score of 70. The
pretest score improved by 40 points.
On the Brigance Inventory of Essential Skills, the raw score of Student C
was reduced from a pretest score of 63 to a posttest score of 60. The pretest
score was lowered by three points.
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On the Brigance Inventory of Essential Skills, the raw score of Student D
was reduced from a pretest score of 31 to a posttest score of 30. The pretest
score was lowered by one point.
On the Brigance Inventory of Essential Skills, the raw score of Student E
was reduced from a pretest score of 65 to a posttest score of 63. The pretest
score was lowered by two points.
On the Brigance Inventory of Essential Skills, the raw score of Student F
was reduced from a pretest score of 21 to a posttest score of 15. The pretest
score was lowered by six points.
On the Brigance Inventory of Essential Skills, the raw score of Student G
was improved from a pretest raw score of 38 to a posttest raw score of 49. The
pretest score improved by 11 points.

Table 2
Brigance Inventory of Essential Skills Group Mean Raw Score Changes

Brigance Test
Reading Comprehension

Pretest
39.28

Posttest
45.86

As a group, the students mean pretest score was 39.28 and the group
mean posttest score was 45.86. Score changes ranged from -6 to +40, with a
mean change of 6.57 and a standard deviation of 15.90. The observed value of
1.093 is within the one-tailed critical value of 1.943 at the .05 significance level.
The null hypothesis is accepted because the observed differences in the
sample data are not statistically significant and may be attributed to chance or
sampling error (Prob > T = 0.3163). The hypothesis is not supported.
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The author now presents the tables and results for the second null
hypothesis: There will be no significant difference between high IQ group and
low IQ group mean pretest and posttest comprehension scores.
Table 3
Comparison Between Individual Student IQ and
Change of Raw Scores on Brigance Inventory of Essential Skills

Student
A
B
C
D
E
F
G

10 scores
69
93
62
116
78
101

Chanae
7
40
-3
-1
-2
-6
11

Note: The dash above for Student B is inserted because the IQ score was not
available, as explained below.

All IQ scores are as reported in their multi-factored evaluation and were
established by a school psychologist within the last three years. All pretest and
posttest scores are reported for the reading comprehension section of the
Brigance Inventory of Essential Skills.
Student A has an IQ of 69 and the raw score was raised by seven points
from pretest to posttest.
Student B had transferred to the experiment site and the testing records
were not available. However, Student B is in the DH program which means that
the student has an IQ of less than 80. Student B has an IQ of less than 80 and
the raw score was raised by 40 points from pretest to posttest.
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Student C has an IQ of 93 and the raw score was reduced by three points
from pretest to posttest.
Student D has an IQ of 62 and the raw score was reduced by one point
from pretest to posttest.
Student E has an IQ of 116 and the raw score was reduced by two points
from pretest to posttest.
Student F has an IQ of 78 points and the raw score was reduced by six
points from pretest to posttest.
Student G has an IQ of 101 and the raw score was raised by 11 points
from pretest to posttest.

Table 4
Comparison Between High IQ Group and Low IQ Group Mean
Score Change of Raw Score on Brigance Inventory of Essential Skills

High IQ Group (IQ 90-120)
Low IQ Group (IQ 60-90)

Mean Score Change
+2
+10

Std Dev
7.81
20.70

As a group, the High IQ Group students mean score change was +2 with
a standard deviation of 7.81. As a group, the Low IQ Group students mean
score change was +10 with a standard deviation of 20.70. The observed value
of 0.6242 is within the two-tailed critical value of 2.447 at the .05 significance
level. The null hypothesis is accepted because the observed differences in the
sample data are not statistically significant and may be attributed to chance or
sampling error (Prob > T = 0.5599). The hypothesis is not supported.
However, using a comparison between High IQ Group and Low IQ Group
students mean score changes on raw scores, it is evident that the Low IQ Group
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students gained the most from pretest to posttest. The High IQ Group students
gained only two points, while the Low IQ Group students gained an average of
10 points.
Discussion of the Results
After analyzing the results, the author has come to various conclusions.
Research Results. The law requires that special education students be
placed in the least restrictive environment (LRE) with support services, yet when
resource room students are placed in the regular classroom they often
experience failure. This failure by resource room students has been thought to
be caused by a lack of of study skills instruction, as well as reading and writing
difficulties experienced by the students. Numerous studies have identified
several specific problems with current study skills instruction practices along
with the problems students are having in the classroom, either regular or
resource. In order for students to successfully transfer from the resource setting
to the regular classroom, it seems that serious attention needs to be paid to the
instruction, generalization, and use of study skills.
Studies have also shown that average students often pick up or form
reading and study strategies on their own. On the other hand, special
education students are slow to develop and require specific instruction to form
and use these same strategies. It is the responsibility of the teacher to insure
this instruction takes place prior to sending the resource room student into the
regular classroom. In teaching strategies, the earlier the better, beginning with
simple skills and progressing to more complex processes and the students age.
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Experiment Results. The author found that both groups of students had a
mean gain of 6.57, and the Low IQ Group students had a raw score mean gain
of 10 points. The first conclusion is that the study skills instruction benefited the
students. Though the statistical significance was not large enough to reject the
null hypothesis, the author observed the students reading for a purpose and
increasing comprehension (as evidenced in discussion).
The second conclusion is that the study skills instruction most benefited
the Low IQ Group students, as evidenced in their mean raw score gain of 10
points, while the High IQ Group students only had a mean raw score gain of two
points. Again, though the statistical significance was not large enough to reject
the null hypothesis, the author observed the Low IQ Group students being more
involved than previously in discussions of reading material and volunteering
their thoughts more often.

CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
The law requires that special education students be placed in the least
restrictive environment (LRE) with support services, yet when resource room
students are placed in the regular classroom they often experience failure. This
has been thought to be caused by a lack of of study skills instruction, as well as
reading and writing difficulties experienced by the students.

In order for

students to successfully transfer from the resource setting to the regular
classroom, it seems that serious attention needs to be paid to the instruction,
generalization, and use of study skills. It is the responsibility of teacher to insure
this instruction takes place prior to sending the resource room student into the
regular classroom.
The purpose of this study is to analyze the effects of study skills
instruction with middle school resource room students. As a teacher, the author
has observed a great need for an organized attempt at teaching learning
disabled and developmentally handicapped students how to succeed in class
and life by using learning, studying, organization strategies and skills. The
author also found a great amount of research which supports this observation.
The hypothesis is that there will be no significant difference in mean pre
and post test comprehension scores and that there will be no significant
difference in mean pre and post test study skills use questionnaire scores.
The procedure is quasi-experimental and followed the T1 X T2 format.
The treatment will be the instruction, practice, and use of study skills. The

39
treatment will take place the third quarter of the 1997-1998 school year in a
sixth grade resource room. The students will be given the pretest, then
treatment, followed by the post test. The test administered was the Brigance
Inventory of Essential Skills. The scores, in addition to previously recorded IQ
scores, were used to compute mean, standard deviation, and variance for
groups and individuals in order to analyze and compare results of the treatment.

Conclusions
One conclusion for the variance in scores is that some students may
have already possessed the knowledge of the strategies taught and already
used such methods when reading. Many research results point to the fact that
lower achieving students do not form the strategies, so the author concludes
that the higher achieving students already had formed such strategies and
training did not, therefore, benefit these students.
Research has also shown that a majority of low achieving or mildly
handicapped students are inactive learners and do not motivate or monitor
themselves. They are also often described as lacking active task engagement
and persistence. Baker and Brown (1984) suggest that the use of study skills
involves two things; a) the awareness of the skills and strategies and b) “the
ability to use self-regulatory mechanisms to ensure the successful completion of
the task” (p22). Therefore, a second conclusion is that some of the students in
the experiment did not always use the strategies to their full potential.
A third conclusion is that these study skills may have been more effective
had they been introduced earlier because, as Hoover (1989b p452) explains,
“study skills must be introduced, developed, refined, and maintained throughout
a student’s entire education.”
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A fourth conclusion is that, due to the large variety of study skills
strategies, additional study skills training is necessary to fully accommodate and
accomplish a rise in reading comprehension levels.

Recommendations
Several recommendations can be made by the author. The first, and
most important, recommendation is to teach study skills. Although neither
hypothesis was proven statistically significant, they both were proven practically
significant. In the discussion of significance in the Handbook in Research and
Evaluation , Anderson and Armbruster (1980 p194) state:
In the researchers’ zeal to obtain statistically significant findings, they
often overlook the more relevant question: Is it educationally significant?
Is the difference large enough to be practical? Are the gains important
enough to be worth the cost and effort to obtain them? This question
gets at the trade-off factor in educational decision-making and involves
the problem of accountability in cost effectiveness economics. Even
when these practical matters are settled or in the background, there are
valuable considerations of social and psychological nature that
frequently override a choice based solely on statistical significance.
Despite the fact that the author’s personal experience does not show huge
improvements in reading comprehension of the resource room students,
research has shown again and again that the time taken to teach study skills is
needed to increase the success rates of special education students.
Second, the study skills instruction should take place at the beginning of
the school year in order to provide increased practice and improve student use
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of the strategies in varied reading situations. Also, instruction should begin in
the early grades and increase throughout elementary and secondary school.
A third recommendation is to increase the spectrum of study skills taught.
The author would like to have instructed students in the uses of strategies such
as; a)self-questioning, b) paraphrasing, c) summarizing, d) self-monitoring, e)
motivation, f) rehearsal skills, g) reflective listening, h) organization, and i) visual
imagery. - There are so many types of study strategies available that instruction
could be overwhelming. Strategies, however, can be chosen as they are
applicable and can be incorporated into the regular education curriculum.
A fourth recommendation would be to question students about study
skills knowledge and use prior to teaching specific skills. Instruction could then
be delivered in small groups based on student needs. If small group instruction
is possible, students will receive more personalized feedback.
A fifth recommendation would be to research the types of study skills
guides available and find a resource book that is easy to follow and will
motivate the students to use the strategies and skills. There are countless
articles filled with ideas and direction for the teacher who is just becoming
interested and educated in the use and instruction of study skills. Some of the
articles and books the author feels are most practical and useful include;

1. Ellis, E.S. & Lenz, B.K. (1987). A component analysis of effective learning
strategies for LD students. Learning Disabilities Focus,2(2). 94-107.
2. Fulk, B.M. & Stormont-Spurgin, M. (1995). Fourteen spelling strategies for
students with learning disabilities. Intervention in School & Clinic, 31(1).
16-20.
3. Harries, R.J. (1986). Teaching regular classroom success. Academic
Therapy, 21(4). 447-51.
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4. Hoover, J.J. (1989). Study skills and the education of students with learning
disabilities. Journal of Learning Disabilities, 22(7), 452-455.
5. Hoover, J.J. & Collier, C. (1992). Sociocultural considerations in
teaching study strategies. Intervention in School and Clinic, 27(4), 228-232.
6. Horner, C.M. (1987). Homework: A way to teach problem solving.
Academic Therapy. 22 (3). 239-244.
7. Horton, S.V. & Lovitt, T.C. (1989). Construction and implementation of
graphic organizers for academically handicapped and regular secondary
students. Academic Theraov.24(5). 625-640.
8. Clary, L.M. (1986). Open to Suggestion. Journal of Reading, 29 (5).
448-451 (1986).
9. Rooney, K.J. (1989). Independent strategies for efficient study: A core
approach. Academic Therapv,24(4). 383-390.
10. Saski, J., Swicegood, P., & Carter, J. (1983). Note-taking formats for
learning disabled adolescents. Learning Disability Quarterlv,6, 265-272.
11. Slade, D.L. (1986). Developing foundations for organizational skills.
Academic Therapy, 21(3). 261-266.
12. Mercer, C.D., & Mercer, A.R. (1993). Teaching Students with Learning
Problems. Columbus, OH: Merrill, Prentice Hall.
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